Abstract. Through the use of longitudinal survey data the change of achievement goal orientations was tested in a sample of middle school students in mathematics as they moved from sixth to seventh grade. Achievement goals include task goals and performance goals, with the partitioning of performance goals into approach and avoidance components. Results indicate that all goal orientations were moderately stable over time. Task goals in sixth grade positively predicted academic efficacy in seventh grade. Performance-approach goals in sixth grade positively predicted performance-avoid goals in seventh grade. Multiple regression and multi-sample analyses revealed that the path from performance-approach goals to performance-avoid goals was significant only among students reporting high academic efficacy before the transition. The results suggest that individuals who feel efficacious in math while endorsing a performance-approach goal orientation may be particularly vulnerable to adopting maladaptive performance-avoid goals over time and with change in circumstances.
Introduction
Achievement goal theory has emerged as one of the preeminent approaches to achievement motivation (Pintrich, 1994; Elliot, 1997; Covington, 2000) . This theory is concerned with the purposes a learner adopts for achievement behavior. Two types of goals have received the most attention: a task goal orientation, which involves engagement for the purpose of improvement or mastery; and a performance goal orientation, which involves engagement for the purpose of demonstrating ability or avoiding the demonstration of lack of ability (Dweck, 1986) . Research has provided a rich picture of how achievement goals relate to academic beliefs and behaviors (Ames & Archer, 1988; Dweck & Leggett, 1988; Ames, 1992; Urdan, 1997; Kaplan, Middleton, Urdan, & Midgley, 2002) . Little is known, however, about the relations among achievement goals over time. For example, how might certain achievement goals provide a basis for the adoption of future achievement goals? This question is especially important with the recent controversy concerning the facilitative nature of performance goals (Pintrich 2000; Midgley, Kaplan, & Middleton, 2001; Harckiewicz et al., 2002) . With longitudinal data and the inclusion of recent advances in achievement goal theory, this paper addresses goal stability and change with particular attention to performance goals, including the key aspect of the moderating effect of student academic self-efficacy.
ACHIEVEMENT GOAL THEORY
Achievement goal theory has developed within a social-cognitive framework that focuses on the aims or purposes that are perceived or pursued in an achievement setting. Across a large number of studies, a task goal orientation has been associated consistently with an adaptive pattern of achievement-related cognition, affect, and behaviors (e.g., Nicholls, Patashnick, & Nolen, 1985; Ames & Archer, 1988; Meece, Blumenfeld, & Hoyle, 1988; Urdan, 1997) . A performance goal orientation has been associated with less adaptive patterns (Nicholls, Patashnick, & Nolen, 1985; Ames & Archer, 1988; Meece, Blumenfeld, & Hoyle, 1988) , though the findings have been somewhat inconsistent. For example, a performance goal orientation has been associated with the use of superficial learning strategies and avoiding challenging work (Meece, Blumenfeld, & Hoyle, 1988; Pintrich, 1989) but also with higher performance (Harackiewicz, Barron, & Elliot, 1998), academic efficacy (Midgley & Urdan, 1995) and academic self-regulation (Wolters, Yu, & Pintrich, 1996) . In these studies, performance goals focused in particular on the demonstration of high ability, an 'approach' goal orientation.
Recently, researchers (Elliot & Harackiewicz, 1996; Middleton & Midgley, 1997; Skaalvik, 1997) have demonstrated a theoretical and empirical distinction between the approach and avoidance components of performance goals. These researchers suggest that prior inconsistencies in findings concerning performance goals may be the result of neglecting to make this distinction. According to this conceptualization, the avoidance component of performance goals (an orientation to avoiding the demonstration of lack of ability) relates to less adaptive outcomes than does the approach component (an orientation to demonstrating ability). Findings regarding performance-avoid goals have been consistent and have shown an association with maladaptive beliefs and behaviors (Elliot & Harackiewicz, 1996; Middleton & Midgley, 1997; Elliot, McGregor, & Gable, 1999) . 1 However, the nature of performance-approach goals and their relation to educational outcomes remains an important question for motivation research and theory (Midgley, Kaplan, & Middleton, 2001; Harackiewicz et al., 2002; Kaplan, Middleton, Urdan, & Midgley, 2002) . Performance-approach seems to be a more complex orientation than either task or performance-avoid goals. It has been suggested that performance-approach goals are under-girded by both achievement motivation and a fear of failure (Elliot & Church, 1997) . Perhaps the relative strength of these underlying dispositions in the orientation that students adopt relates both to individual differences, such as academic efficacy for a task (Elliot & Church, 1997) , and to the learning environment, which may possess more or
